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 I. Situating Retention for Low-Income, First-Generation, and Minority College Students in 
the Context of the University YMCA 
The University YMCA (U-Y) is in a unique position within the University of Minnesota 
(U of M) and greater community to provide student services that support the retention of the U of 
M’s low-income, first-generation, and minority (LIFGM) students. Since its inception, the U-Y 
has been a leader in student affairs and engagement, pioneering such essential elements of U of 
M life as Orientation and Housing programs. Currently, its three youth work programs—Y 
Scholars, Y Buddies, and Y Tutors—serve hundreds of elementary, middle, and high school 
students from Title I schools in Minneapolis, while offering college students opportunities to 
build their professional and leadership skills. The Y Scholars program works with middle and 
high school students, providing mentoring, tutoring, and higher education exploration to middle 
and high school students. Y Buddies is a school-based and individual mentoring program for 
youth in grades 3-8. Y Tutors provides classroom and individual tutoring and mentoring to 
students in grades K-5. 
Recent reports have shown the urgent and critical need to improve the college graduation 
rates of LIFGM students. Enrollment of minority students in Minnesota high schools is rising 
while white student enrollment is on the decline: according to the Minnesota State Demographer, 
the number of White high school graduates is projected to decline by 19 percent by 2014, 
whereas enrollment of minority high school students will increase by 52 percent. (Trouble on the 
Horizon, 2004) These figures point toward a growing number of LIFGM students that will be 
entering our state’s colleges and universities in the near future.   
This trend becomes troubling when we compare the college retention rates for LIFGM 
students with those for non-LIFGM students at predominantly White institutions of higher 
education. Students from our target population show substantially lower rates of persistence than 
do traditional college students, as I will explain in further detail in the next section of this report. 
And college access programs such as GEAR UP, Admission Possible, and Upward Bound only 
seem to take students so far: as one Texas first-generation student states, “Getting into college is 
one thing. It’s actually sticking it through that’s the hard part.” (Engle, Bermeo, & O’Brien, p. 6) 
As the baby-boom generation retires, Minnesota will be struggling to fill its workers’ 
shoes in the workforce. Compounding this need is the exodus of unskilled labor jobs abroad, 
which results in a job market that increasingly demands a college degree. It is this growing group 
 of Minnesota students that will be called upon to fill the gaps, and for this reason it will be 
critical to provide student services that will increase the retention rates of this group. 
As the call to improve retention rates for LIFGM students grows more urgent, the U-Y 
will once again have the opportunity to provide groundbreaking and critical services to students. 
In the summer of 2007, the U-Y was awarded a grant by the YMCA of the USA and the Lumina 
Foundation for a two-year pilot program to improve college success rates for LIFGM students by 
cultivating student leadership and strengthening connections among families, colleges and 
community-based organizations.  
As a part of the grant, the U-Y—along with nine other college YMCAs across the 
country—provided paid internships to three undergraduate students from the grant’s target 
population. The Collegiate Achievers interns have spent the 2007-2008 academic year reviewing 
literature, conducting interviews and focus groups, and determining the most effective ways that 
the U-Y can positively affect LIFGM student persistence. As the CURA graduate research 
assistant, I advised the undergraduate interns, complimented their research efforts, and developed 
a set of recommended program components. 
 
II. A summary of the factors that affect the persistence of low-income, first-generation, 
and minority students; elements of successful retention initiatives 
 Since the early 1970s when the issue of student retention began to receive more attention, 
an abundance of research has been made available, describing the factors that lead to student 
persistence or attrition. A handful of models, including Vincent Tinto’s groundbreaking Student 
Integration Model, represent this complex web of both internal and external variables. Taking 
from the many ways to address the issue of retention of LIFGM students, below is an outline and 
description of three major elements at play. 
Academic and Social Integration   
 A great deal of the literature on student retention for our target population focuses on the 
area of academic and social integration. For many LIFGM students, college is a major point of 
disjunction in their lives: they are breaking a family tradition, as opposed to continuing one, 
when they choose to attend college. (Engle et al.) Furthermore, when they arrive they are 
required to adapt to a new culture, along with new attitudes, beliefs, and values—a culture that 
has traditionally been formed by the dominant majority and that may be removed from their own 
 upbringing and beliefs. (Rendón, 1994) As a result, LIFGM students must deal with feelings of 
isolation, alienation, and culture shock in addition to the stress every college student undergoes 
during the transition from secondary to higher education.   
Tinto, in his groundbreaking research in the field, theorized that students’ persistence in 
higher education is reliant on their ability to integrate and participate in their new social and 
academic communities; more recent research has corroborated this. Of particular importance is 
the need for students to integrate into their college’s academic spheres: this aspect of integration 
is overlooked in many “retention” programs, yet this understanding of a new academic culture is 
closely related to how we perceive a student’s academic “readiness”. For example, Collier and 
Morgan (2007) studied difference in first-generation and traditional college students’ 
understandings of faculty expectations at Portland State University. Through a series of focus 
groups, they found that first-generation students encountered more extensive difficulties than 
traditional students in understanding professors’ expectations, resulting in a heavier impact on 
the students’ abilities to perform academically. Many of the misunderstandings occurred around 
expectations of workload and priorities: first generation students reported more time-
management problems and a greater tendency to over-commit themselves than traditional 
students. Instead of basing their time priorities on the amount of time they might need to master 
the course material as their professors expect, they prioritized their time according to the amount 
of time they actually had available to dedicate to their school work. Additionally, first-generation 
students expressed concern about the lack of outside resources to help them deal with the 
demands of university life:  
I think it’s important for professors to know, especially for first-generation students, there 
is a lot of stuff that goes on outside the university that does not go on with students that 
have parents with Master’s and PhD.’s, even Bachelor’s degrees. [They] don’t have a lot 
of resources, they don’t have a lot of people they can ask questions from outside the 
university. (Collier & Morgan, 2007, p. 235) 
 
Other misunderstandings were in the realm of explicitness of expectations about 
assignments and exams. As one first-generation student explained how an assignment called for 
him to “write about some field experience”. When he turned in a hand-written paper, he received 
a note from the professor in red ink saying “see me”. When he spoke to the professor, she 
clarified that the student was supposed to type the assignment, not hand-write it. The student 
expressed frustration: “…But the instructions were to ‘write.’ I wasn’t sure what she wanted.”  
 (p. 238) Inconsistencies between faculty expectations regarding coursework and student 
interpretations of those expectations were found in other areas, including the purpose and 
helpfulness of a syllabus, the amount of detail included in professor’s stated expectations, and 
paper formatting. 
Still other misunderstandings stem from expectations regarding communication and 
problem solving with professors. For example, although “office hours” are listed on each 
professor’s course syllabus, first-generation students are unfamiliar with the concept of office 
hours. As one first-generation student explained:  
I didn’t understand what office hours were all about… I mean, the office hours are there 
on the syllabus, “Ok, what’s that got to do with anything?” What am I supposed to do 
with “office hours?” I didn’t know that a teacher was available at a certain time for me to 
come and talk to if I had a problem. I didn’t know that as a freshman or a sophomore, 
even though it is right there on the damn syllabus, I didn’t know it. (p. 237) 
 
As shown through these examples, a student’s academic success at college depends not 
only on her academic “preparedness”, but also on her understanding of and ability to master the 
“role” of the college student.   
Research shows that learning communities—cohorts of students who register for the 
same groups of classes, which are often structured around a common academic theme—are 
effective in creating an atmosphere that encourages more personal and frequent communication 
between faculty and students, as well as the students’ creation of supportive relationships with 
each other. Learning communities also support validation and sharing of first-generation 
students’ diversity of life experiences, ways of knowing, and learning styles. Another 
programmatic feature suggested in the literature—often found within learning communities—is 
the creation of positive academic environments through peer mentor programs: upperclassmen 
first-generation students serving as role models and resources for freshmen first-generation 
students. 
Social integration and involvement is equally important to student persistence at college.  
Campus climate and validation of students’ previous experiences are two factors that affect 
students’ social integration within the university community. In a 1993 study by Smedley, Myers 
and Harrell, minority students at PWIs listed the following concerns regarding campus climate 
and student integration: “not enough professors of my race”, “few students of my race”, “racist 
institutional policies and practices”, “difficulty establishing friendships with non-minorities”, 
 “rude/unfair treatment because of race”, “discrimination”, “friends/family thinking I’m acting 
‘white’”, and ‘doubts about my ability to succeed in college”.   
Rendón’s 1994 study of non-traditional students’ transitions to college explores the 
differences and relationship between student validation and involvement. Whereas involvement 
is an action a student is expected to do on her own and requires no active fostering role from the 
college, validation entails external agents taking the initiative to encourage, affirm and support 
them in their activities. Her study found that many non-traditional students “need active 
interventions from significant others to help them negotiate institutional life”; that student 
validation may be the “missing link” to non-traditional student involvement, without which 
student involvement is made difficult; and that even vulnerable non-traditional students can 
become powerful participants in college life as a result of validation.   
The campus climate and institutional policies at most PWIs contribute to an invalidating 
campus community for many non-traditional students. A number of measures must be taken to 
validate these students’ experiences, empowering them to fully participate in campus life. Some 
of the steps suggested in the literature include the establishment of learning communities, which 
validate students both academically and socially; summer bridge programs, which ease the 
transition to college life and create opportunities for new friendships; peer mentoring programs; 
availability of faculty role models; and creation of a physical space on campus that “belongs” to 
non-traditional students. 
Academic Readiness 
Statistics show that LIFGM students arrive at college less prepared to perform 
academically than their peers, but it is crucial to analyze these statistics carefully so they are not 
misinterpreted. Academic preparedness is traditionally defined in terms of “students’ precollege 
academic performance as measured by one or more of high school GPA, high school rank, 
college entrance test scores (specifically math scores), high school college preparatory courses, 
advanced placement courses, the quality of high school attended, and quality and intensity of 
high school curriculum.”  (Swail, 2003, p. 51) In a 2001 National Center for Education Statistics 
(NCES) study, Warburton, Bugarin, and Nuñez found that first-generation students were less 
likely than continuing-generation students to take college entrance exams, and generally obtained 
lower scores when they did. For example, almost 40% of first-generation students scored in the 
lowest quartile on the SAT or ACT, compared with only 15% of continuing-generation students.  
 They were also less likely to have taken calculus courses or AP tests than continuing-generation 
students.   
A student’s degree of precollege academic preparedness often predicts her enrollment 
and performance in higher education: in the NCES study, first-generation students had lower 
first-year GPAs than their continuing-generation counterparts, and were more likely to have 
taken remedial coursework their first year. And ultimately, they were less likely to persist to a 
college degree than their continuing-generation peers. A 2001 U.S. Department of Education 
study found that deficiencies in reading skills alone are a predictor of academic persistence: the 
differences in degree completion rates between students who had not taken any remedial 
coursework versus those that had taken one, but not in the areas of math or reading, was only 1% 
(56% versus 55%). However, degree completion rates for students who had taken one remedial 
course in the subject of reading dropped to 34%.  (Swail, 2003) 
Of the variables used to measure academic readiness, rigor of the high school curriculum 
appears to be the key variable in not only of first-generation students’ post-secondary academic 
success and persistence, but also a determiner of their college entrance test scores, number of 
“remedial” classes taken, and persistence to a college degree. For example, when the rigor of 
students’ high school coursework was controlled for in the NCES study, first-generation and 
continuing-generation students showed little difference between first-year GPAs (3.0 versus 3.1) 
and remedial coursework taken (95% reporting no remedial coursework taken versus 97% 
reporting the same. These discrepancies were eliminated similarly when rates of persistence were 
examined while controlling for rigor of high school coursework: first-generation students were as 
likely (87%) as continuing-generation ones (86%) to be continuously enrolled after three years. 
These statistics do not demonstrate the lack of competence of these students, as is often 
commonly perceived. Rather, they demonstrate the critical need for our current education system 
to provide equal quality educations to all its students.  Beyond the repair of our elementary and 
secondary school curricula and systems, there are strategies to boost students’ academic 
readiness, many of which the U of M has in place.  These include summer bridge programs, 
which are designed to give students a “head start” introduction to the college experience.   
Colleges and programs that use Developmental Education to guide their educational 
practice have also been shown to support LIFGM students build their academic skills. The 
National Association for Developmental Education defines developmental education as follows: 
 Developmental Education is a field of practice and research within higher education with 
a theoretical foundation in developmental psychology and learning theory. It promotes cognitive 
and affective growth of all postsecondary learners, at all levels of the learning continuum.  
Developmental Education is sensitive and responsive to the individual differences and special 
needs among learners. Developmental education programs and services commonly address 
preparedness, diagnostic assessment and placement, affective barriers to learning, and 
development of general and discipline-specific strategies.” (Lundell & Higbee, 2001, p. 7) 
 
Some of the stated goals of developmental education are to preserve and make possible 
educational opportunities for each post-secondary learner; to develop in each learner the skills 
and attitudes necessary for the attainment of academic, career, and life goals; to ensure proper 
placement by assessing each learner’s level of preparedness for college course work; to maintain 
academic standards by enabling learners to acquire competencies needed for success in 
mainstream college courses; to enhance the retention of students; and to promote the continued 
development and application of cognitive and affective learning theory.  (Lundell & Higbee, 
2001)   
Peer Assisted Learning (PAL) programs have also been linked with higher course grades 
and lower course withdrawal rates, as well as other positive outcomes including improved 
teamwork skills, communication skills, and self-esteem. (Arendale 9, 23, 48) PAL programs 
consist of student-facilitated supplemental instruction offered in tandem with rigorous 
introductory courses. Students enroll in their PAL session along when they register for their 
course, and attend the sessions weekly.   
Finally, it is important to reiterate that perceptions of academic readiness are often linked 
to depth of student integration in the academic domain, as discussed above. Because of this 
connection, learning community environments are effective in boosting students’ academic 
preparedness and preparing them for the remainder of their academic careers. And although they 
do not always directly target academic skill building, mentor programs—either on their own or 
incorporated into other first-year programming—have also been shown to raise academic success 
rates.   
Financial Aid  
Lack of adequate financial aid is a rapidly growing concern for students from all 
backgrounds. As tuition, fees, textbooks and other associated costs continue to rise students are 
faced with daunting decisions about how much loan debt they can afford to accrue, and how 
many hours per week they can manage to work.   
  This is due to a number of interconnected reasons, two of which are discussed here. The 
first pertains to the discrepancy between increases in grant aid and increases in tuition, fees, and 
other associated costs. According to Swail (2003), appropriations for Pell Grants grew by 23% 
over the last ten years, while the costs of tuition and fees at four-year public colleges and 
universities grew by 40%. The difference between these values leaves a large gap in funding for 
all students to fill through other sources. The consequences of these gaps often lead to great 
financial strain and stress for students, as exemplified by this Texas student: 
I don’t like the fact that they tell you “You need to go to school, you need to go to 
school”…but yet they’re cutting our funding. How do you expect students to come to 
school when they are cutting our funding and we don’t have a way to pay to come to 
school? … Or even with the books… maybe you get money to pay tuition, but how are 
you supposed to pay $500 for your books? (Engle et. al, p. 34-35) 
 
Another financial aid issue affecting LIFGM students lies in the shift from aid in the form 
of grants to aid in the form of loans. For example, federal student loan volume grew from $17.1 
billion in 1990-91 to $37.1 billion in 2000-2001. (Swail, 2003) This shift toward loan-based 
financial aid forces students to make critical decisions about balancing their loan debt with 
managing an increased number of work hours during the college years. Another Texas student 
describes the way she is paying for her higher education: “I work two jobs and go to school and 
it’s hard, real hard. I go to school early in the morning and right after work I go home at like 9:00 
or 10:00, and I’m too tired to do my homework.”  (Engle et. al, p. 36)   
While financial aid issues affect all students, LIFGM students are often the hardest hit by 
them. Because low-income families, by their very definition, have less ability to financially 
contribute to their students’ higher education, they will be more reliant on outside funding 
sources (Swail, 2003), making them more vulnerable to the changes in aid policy that appear to 
be placing increased financial pressures on all students.  
 
III. University of Minnesota’s current retention efforts and how the U-Y can compliment 
them 
 The U of M currently administers dozens of retention initiatives, as well as handfuls of 
support services designed to support student retention. These efforts span the university’s 
colleges and departments, and are available to all U of M students—not just those from our 
target population. However, through interviews with students and program administrators at the 
 U of M, it appears that the flow of communication between these programs is limited. Students 
often find out about the programs in haphazard ways, or may be aware of one program but not 
another that might be even more beneficial to them. This is attributed to the vastness of the U of 
M, in numbers of students, staff, faculty, and resources, and the inevitable navigation troubles 
that are part of a very large infrastructure. One of the goals of Collegiate Achievers is to provide 
thoughtful, personal referrals to its students so they can take advantage of these effective and 
important programming opportunities at the U of M. Below are descriptions of some of the main 
retention and student support services for U of M undergraduates. 
  The U of M’s TRIO Student Support Services (SSS) program provides academic 
development services to low-income, first-generation, and disabled college students. SSS, in 
existence at the U of M since 1976, is one of the U of M’s oldest programs serving LIFGM 
students. It is one of eight nation-wide TRIO programs funded by the U.S. Department of 
Education. SSS students receive intensive academic support and advising, financial aid 
counseling, and are encouraged to participate in Peer Assisted Learning classes, learning 
communities, and other TRIO-sponsored personal & professional development opportunities. 
 The former General College at the U of M provided access, development and support 
services to hundreds of LIFGM students, providing them with support and guidance to take 
challenging courses that allowed them to grow as scholars, explore their options regarding fields 
of study, and successfully transfer into degree-granting colleges. Its many departments, including 
the Commanding English Program, TRIO SSS, Academic Resource Center, and Transfer and 
Career Center provided a holistic and nurturing environment for LIFGM students to learn. 
 After the closure of the General College in June of 2006, a new department was created 
in the College of Education and Human Development (CEHD) to continue providing these 
critical services for LIFGM students. The Department of Postsecondary Teaching and Learning 
(PSTL) took on many functions of the former General College, and is taking its success further 
by creating a new First Year Experience program for all CEHD freshmen, which includes 
learning community experiences as its backbone. 
 PSTL offers a variety of academic learning communities to foster students’ academic 
development and integration. In the department’s interdisciplinary learning communities, each 
community’s curriculum is based around a certain theme. At the same time, all learning 
community members, regardless of which community they are in, will be reading a common 
 book in Fall 2008—creating a wider sphere for discourse that intertwines the communities. PSTL 
also offer three cohorts of Commanding English learning communities each semester, which are 
geared specifically toward students whose home language is not English. Like the other PSTL 
learning communities, Commanding English also offers a choice of communities based around a 
certain theme or discipline, but also include an intensive writing and editing component. 
SEAM is a multi-college program of 14 academic learning communities offered fall 
semester at the U of M, with the option of continuing through spring semester. Incoming 
freshmen register for the learning community that matches with a field of study that interests 
them—choosing from nine communities in the College of Liberal Arts (CLA), two in the 
College of Biological Sciences (CBS), one in the College of Design (CDes), and one in the 
College of Food, Agriculture, and Natural Resource Sciences (CFANS). Each community 
typically consists of 15-20 students who take two to four courses together, centered around a 
freshman seminar. The students do not live together, as they do in other learning community 
models. 
The U of M’s Bridge to Academic Excellence is a summer bridge program designed to 
familiarize students with university expectations and ways of life, with the goal of starting them 
off on equal footing with other students. Classes are offered on topics including study skills, time 
and stress management, self-advocacy, and goal setting; academic support, career counseling, 
and peer mentoring are also common program elements. Tuition, housing, meals, and book 
expenses are paid for by the program, and students receive academic credit for the summer 
session. Additionally, Bridge students receive a small stipend for their participation because they 
are not allowed to work while the program is in session.   
Access to Success (ATS) is a new one-year, multi-college program serving students in 
CEHD, CLA, and CFANS. It provides support services to incoming freshmen “whose 
experiences and high school records indicate strong potential for success through the ATS 
Program, but whose high school rank and test scores may not meet the typical profile of students 
admitted to CEHD, CFANS, or CLA”. (www.umn.edu) Its services include small class sizes, 
frequent academic advising, learning communities, tutoring services, and academics-based peer 
mentor programming. According to the U of M’s Admissions website, many of the ATS program 
components were previously offered in General Studies. 
 The SMART Learning Commons is an example of a comprehensive academic support 
center. It offers academic support at three locations in biology, business, chemistry, economics, 
math, physics, statistics, world languages, writing, and more. In addition, it hosts regular 
workshops on study skills for specific subjects, writing tips and resources, stress management, 
and others. In addition, the SMART Learning Commons administers the U’s Peer Assisted 
Learning (PAL) program, which offers PAL sessions in subjects including chemistry and math. 
There are also a host of scholarship programs offered to LIFGM students at the U of M, 
many of which are partially administered through the Multicultural Center for Academic 
Excellence (MCAE). Among them include the Multicultural Excellence Program (MEP), the 
Wallin Scholars, and the Page Scholars. MEP is a collaboration between the St. Paul Public 
Schools and the U of M (among 20-some other institutions of higher education). Students are 
selected as 9th graders, and participate for four years as secondary students. High school 
activities include college tours, ACT preparation workshops, academic support and development, 
individual counseling, career exploration activities, and leadership development. When they are 
admitted to the U of M, they receive a continuing tuition and book scholarship in exchange for 
their academic progress and their participation in MEP activities, which include meetings with 
advisors and program workshops. 
The Wallin Scholarship program is a non-profit organization that in Fall 2008 will serve 
students from Minneapolis, St. Paul, and Anoka-Hennepin public schools. While the scholars 
attend many different colleges nation-wide, over 1/3 of the total number of scholars—267 out of 
716—attend the U of M. (www.wallinfoundation.org) In addition to a continuing-year 
scholarship, scholars receive the support of a program advisor throughout their university career.  
Because the U of M supports so many Wallin Scholars, it has its own full time program 
coordinator. Wallin Scholars at the U of M additionally participate in program workshops and 
events. 
The Page Education Foundation is a grant program for Minnesota students attending 
Minnesota institutions of higher education. Grant amounts range from $1,000 to $2,500, 
depending on the student. As a requirement of the program, grant recipients complete a 50-hour 
“service-to-children” volunteer project each year. The U of M’s MCAE collaborates with the 
Page Foundation, providing academic assistance to grant recipients and helping with placement 
at volunteer sites. Students are also matched with senior mentors who provide ongoing advice 
 and support as the grantees progress through their college careers. They often also help with 
volunteer site placements. 
 In addition to the faculty- and staff-run programs on campus, there are also many cultural 
student organizations that support the social and academic growth and integration of LIFGM 
students, including the American Indian Student Cultural Center, the Asian-American Student 
Union, the Black Student Union, and La Raza Student Cultural Center. These student 
organizations organize social events, cultural activities, community service opportunities, and 
academic support to its members. They have offices in the U’s Coffman Union, which provide 
students with a physical space in which they can relax, study, and be part of a group. Also 
importantly, they provide valuable leadership development opportunities to students through 
service as a group officer.     
 
IV. Collegiate Achievers program design 
 
After a study of the issues that affect the retention and persistence of LIFGM college 
students and the current programming that is working to improve them, the Collegiate Achievers 
team has developed a program proposal that will address the areas of the college retention 
initiative in which the U-Y’s contributions can be most effective. At the core of the model lies a 
spirit and practice of collaboration; the program will rely heavily on existing resources at both 
the U-Y and the U of M. Following the recommendations in the literature, the program will 
provide intensive support to students throughout the first year, especially in the crucial first 
semester. However, it will continue to serve and provide progressive leadership opportunities to 
students as they progress at the U of M. 
The main components of Collegiate Achievers include a socially-based peer mentoring 
and advising program that will include: group social, cultural, and educational/personal 
development events; community engagement opportunities for participants; and a book grant 
program to help defray the rising costs of textbooks. Below is a description of each program 
element in further detail, giving special attention to how each element will address the issues 
cited in the literature. 
Peer Mentoring 
 Collegiate Achievers’ peer mentor program will serve as the core of the program, and the 
vehicle for its other forms of service delivery. The goal of the mentor program is to provide 
 individual support and resources to students in order to ease their transition and integration into 
college life—both social and academic.   
U of M juniors and seniors that come from the same backgrounds as our target population 
will mentor freshmen and, to a lesser extent, sophomores. Each mentor will be paired with one or 
two protégés, and the pairs will communicate in person or via telephone, email or Facebook at 
least one to two times per week. Mentor support will be more intensive during the critical first 
semester, and will continue throughout the first year and transition into the second year. Peer 
mentoring will address the social and academic integration issue by providing protégés with safe 
and supportive relationships with people who understand where they’re coming from—that is, 
mentors who have the same LIFGM background as them and who have been successful in 
college. Mentors will share information about other opportunities and places to become involved 
on campus and invite their protégés to participate. They will coach them in some of the difficult 
transitions of the first semester, including how to be assertive with professors and advisors, 
balance the demands of university life with those of home, cope in a new living environment, 
decide on a major, and others.   
Mentors will be trained in the following areas: 
• Overview of the YMCA, the U-Y and Collegiate Achievers 
• A summary of the research on issues affecting the persistence of LIFGM students; 
how the Collegiate Achievers mentor program will affect these issues 
• Roles and responsibilities of mentors, including confidentiality & ethics issues, time 
commitment, and program documentation requirements. 
• Mentor service delivery models, including 
? How to provide intrusive mentor support to protégés 
? Empathetic listening; suggesting action steps to address issues 
? Making good referrals; an overview of resources available at the U of M 
• Challenges to expect; role-playing 
Mentors and protégés will be held to the following responsibilities: 
Mentors 
• Meet with protégé at least 1-2 times per week 
• Attend all Collegiate Achievers monthly dinners (described below) as well as one 
other activity per month 
 • Co-plan the discussion for one Collegiate Achievers monthly dinner per year 
• Keep records of mentor activities as required (through a mentor log) 
Protégés 
• Meet with mentors at least 1-2 times per week 
• Attend all Collegiate Achievers monthly dinners (described below) as well as one 
other activity per month 
Program Activities: Social/Cultural Events, Workshops, Discussions 
Social events are another area where Collegiate Achievers will rely heavily on the U of 
M’s existing resources and programming. The Collegiate Achievers program interns will 
compile a monthly comprehensive calendar of social events and educational workshops—
including events from MCAE, the cultural student organizations, University Counseling & 
Consulting Services, the U-Y, and others. Mentors will share this calendar with their protégés, 
and participants—both mentors and protégés—will sign up to attend the events in pairs or as a 
group. The following are a partial list of events that will be included on the calendar: 
• MCAE’s Multicultural Kickoff 
• MCAE’s Cram Slams at the ends of semesters 
• Ethel Curry Powwow 
• Black History Month celebration & forums 
• Asian-American Student Union Rice Plate Potluck 
• Cinco de Mayo celebrations 
• Study skills, test-taking strategies workshops 
• Stress management workshops 
• Money management workshops 
• Time management workshops 
• Leadership skills workshops 
In addition, it is recommended that the U-Y host a monthly Collegiate Achievers dinner 
(or lunch, depending on student availability). This monthly activity will serve to create a sense of 
community among the mentors and protégés and provide a time for group reflection and 
discussion around issues of interest to the participants. A different discussion topic might be 
decided on before each meeting, and half of the dinner would be dedicated to discussion while 
the other half would be used for socializing. This activity will address the issue of student 
 integration and involvement, supports the leadership development of mentors, and allows for a 
great deal of creativity in programming. For example, one event could be an “invite your favorite 
professor” dinner, fostering academic integration and relationship-building with faculty.  
Another could involve students presenting or sharing an element from their cultures that they are 
proud of or feel a connection with; a third could be a discussion of the strategies students are 
using to adjust to college life. 
In order for students to benefit fully from the Collegiate Achievers community, and also 
to demonstrate student participation in exchange for book grant monies, it is recommended that 
participants be required to attend all Collegiate Achievers monthly dinners (perhaps with the 
option of missing 1-2 per school year), as well as one “outside” event per month. This 
requirement allows for flexibility in scheduling while holding students responsible for their 
commitment to the program.   
Community Engagement Opportunities 
The community engagement opportunities offered by the U-Y in conjunction with 
Collegiate Achievers are what will distinguish the U-Y’s program from other peer mentor 
programs available at the U of M. The U-Y’s existing volunteer programs—Y Buddies, Y Tutors 
and Y Scholars—provide many U of M students with valuable opportunities to build their 
leadership and youth work skills. Most of the youth served through these three programs 
represent the target population of the Collegiate Achievers program. However, currently, the 
majority of U of M students involved as volunteers in the programs do not fit this demographic.  
Offering youth work volunteer opportunities to Collegiate Achievers participants will create a 
pipeline of learning and giving back for LIFGM students: Collegiate Achievers freshmen will 
receive mentorship by successful upperclassmen from similar backgrounds. At the same time, 
the freshmen will provide support to elementary, middle, and high school students from similar 
backgrounds, sharing their experiences at the U of M and encouraging them to attend college 
themselves. Additionally, the intentional recruitment of LIFGM students for Y Buddies, Y 
Tutors, and Y Scholars will strengthen these programs and encourage participant investment in 
both Collegiate Achievers and their other U-Y program. 
In addition to recruiting students to participate in Collegiate Achievers, the U-Y’s 10 
student coordinators will recruit LIFGM students to participate in the U-Y’s other student 
leadership programs. Students will be able to participate in both Collegiate Achievers and 
 another U-Y program, or, if they choose, only participate in one. In addition to the commitments 
required of Collegiate Achievers students, volunteers in the other three U-Y programs will be 
asked for a commitment of one afternoon per week to tutor or mentor students at a local school.   
Book Grant  
To encourage participation and support students in the critical area of financial aid, it is 
recommended that each participant and mentor in Collegiate Achievers receive a book grant in 
the amount of up to $450 per semester, depending on their actual textbook costs. This figure is 
based on the 2006-2007 average textbook allowance used for financial aid purposes at the U of 
M, which have gone up 23% within a three-year period.  (Maplethorpe & Kissane, 2007)   
Peer Advising; Resource Awareness Initiative for the Greater U of M Community 
From the interviews gathered by the Collegiate Achievers interns, the high student to 
academic advisor ratio at the U of M is a cause of major concern for students, staff, and faculty 
alike. In order to alleviate this growing problem, Collegiate Achievers has established a 
secondary goal of developing a supplemental peer advising program for use by all U of M 
students. U-Y peer advisors—who have been trained in the areas of advising and U of M 
resources—will hold regular office hours and communicate with students via phone and email, 
assisting students with academic issues. Additionally, to improve the connectedness of U of M 
programs and resources, they will compile and maintain a binder (and eventually, a web page on 
the U-Y website) containing the descriptions and contact information for all of the student 
resources at the U of M. This initiative would expand the role of the U-Y as it would become a 
clearinghouse for U of M student resources. 
The peer advising and resource awareness initiatives will require a greater amount of 
coordination with the U of M administration, and therefore a longer project development period.  
Furthermore, they are meant to serve not only LIFGM students (the target population of the 
Collegiate Achievers program) but the entire U of M student body. For these reasons, the peer 
advising and resource awareness program elements have been established as secondary goals, 
with an implementation goal of one to two years after the inaugural year of the Collegiate 
Achievers program.  
Student Recruitment  
Collegiate Achievers plans to recruit students from a variety of different places, both at 
the U of M and in the greater Minneapolis/St. Paul community. Recruitment is an area in which 
 the Collegiate Achievers interns will rely heavily upon the relationships they have built with 
students, faculty and staff at the U of M. The following is a partial list of places from where the 
interns plan to recruit their mentors and protégés.   
• Access to Success 
• Admission Possible 
• American Indian Student Cultural Center 
• Asian-American Student Union 
• Black Student Union 
• Bridge to Academic Excellence 
• Department of Postsecondary Teaching and Learning (PSTL) 
• La Raza Student Cultural Center 
• Martin Luther King, Jr. Program 
• Multicultural Center for Academic Excellence (MCAE) 
• Multicultural Excellence Program (MEP) 
• SEAM, and other learning communities 
• TRIO and GEAR UP programs at local high schools 
• TRIO Student Support Services (SSS) 
• Wallin Scholarship Program 
 
VI. Steps toward program implementation 
Now that the Collegiate Achievers interns have applied their research toward the design of 
their new program, a number of implementation tasks lie ahead. 
Recruitment 
• Develop recruitment flyer & cover letter/e-mail 
• Make contact with colleagues from recruitment list, determine best method of 
recruitment for each place 
• Recruit participants throughout summer and Welcome Week 
• Develop a program application form & selection criteria 
• Establish procedure for taking on new volunteers 
Peer Mentoring 
• Determine mentor/protégé matching criteria; match mentors with protégés 
 • Develop training materials & handbooks for mentors & protégés 
• Create log books/journals for mentors & protégés 
• Establish a check-in system between mentors and student coordinators 
Program Activities 
• Secure in-kind donations once per month for Collegiate Achievers lunches/dinners 
• With mentors, develop programming & discussion themes for monthly 
lunches/dinners  
• Develop monthly U of M events calendar, distribute once per month 
• Establish an event sign-up procedure & system to verify attendance 
Community Engagement Opportunities 
• Meet with student coordinators from other U-Y programs, discuss recruitment 
strategies & set a group recruitment plan 
Book Grant 
• Work with U of M & YMCA administrators to determine most beneficial way to 
credit students with their book grant 
• If needed, develop a participation review procedure, to assure students have fulfilled 
their program obligations 
Peer Advising/Resource Awareness 
• Develop binder of U of M student resources  
• Develop resource awareness strategies for the greater U of M student body 
• Meet with U of M administrators to discuss development of a U-Y peer advisor 
program 
Administrative 
• Secure additional funding to support program functions and student book grants 
• Develop program evaluation materials 
• Create a Collegiate Achievers web page 
 
As the Collegiate Achievers program moves from its research and planning phases into 
its implementation phase, it will be critical to keep retention research and best practices at the 
forefront while tackling the more technical program operation duties that lie ahead. By 
integrating their research into each program aspect, the Collegiate Achievers interns will create a 
 successful student-led program that honors the Collegiate Achievers program goal: to improve 
college success rates for low-income, first-generation, and minority students by cultivating 
student leadership and strengthening connections among colleges, community-based 
organizations, and families. 
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